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The purpose of this study was to describe professional development practices as 
compared to research-based practices identified in the literature review and to 
determine teachers' perceptions of classroom impact. Eighty-seven teachers from 
five schools in rural, eastern Kentucky participated in the study. Mixed findings from 
analysis of the study data indicated that teachers' perceptions differed regarding 
whether their professional development experiences were relevant to the content they 
teach, had .an impact on classroom instruction, were aligned with school and district 
goals, and were designed with their input. In addition, teachers reported engaging in 
professional development of a variety of formats: The study findings indicate that 
teachers are at various J~yels.o'fprofessiQI!~hgrciwth an_d thus·professional 
~ . '· 
development activities should. be differ,el).ttated to, meet their professional growth 
needs. 
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Professional Development Practices and Teachers' 
Perceptions of Classroom Impact 
In 1990, the Kentucky Education Reform Act (KERA) brought about rapid 
reform to virtually all aspects of education in Kentucky (Kentucky Department of 
Education, 2000). The federal No Child Left Behind Act (Education Commission of 
the States, 2002) fueled the change process as Kentucky, along with other states, 
scrambled to meet the federal guidelines dictated by this law. Based on past 
experience, changes to the aforementioned laws as well as new laws and regulations 
affecting our educational system will continue to be written. The one constant in 
education is change. 
Embedded within educational reform is accountability for schools and 
districts (Education Commission of the States, 2002). While reform has often meant 
increased funds and resources, schools are held accountable to meet defined 
performance levels dictated by both federal and 'state guidelines (Kentucky 
Department of Education, 200_0; Education Commission of the States, 2002). As a 
result, teachers and administrators must find ways to help all students ~chi eve at high 
levels. No longer can they be complacent to allow subgroups of students-low 
socioeconomic, special education, ethnic groups, or students with limited English 
proficiency-perform at lower academic levels than their peers (Kentucky 
Department of Education, 2004; Education Commission of the States, 2002). 
To equip teachers and administrators with the skills and strategies to meet 
accountability goals, professional development has taken on a renewed importance in 
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the world of education. Fine and Raack (1994) emphasize, "Effective professional 
development must be in place in order for teachers to translate research into 
classroom practice" (p. 1 ). In general, school districts set aside a few days for 
professional development that are scattered throughout the school year. All too often, 
teachers are passive participants in one-time training sessions that do not actively 
involve them and that do not significantly impact classroom practices. According to 
Fine and Raack (1994), "Teachers and administrators often are disappointed in the 
degree ofrelevance and impact ofinservice programs" (p. 1). In Kentucky, four days 
designated for professional development are included in the yearly school calendar. 
Are the professional development activities that teachers engage in throughout the 
school year effective in making a positive impact on classroom instruction? 
Problem Statement and Operational Definitions 
The purpose ofthis study was to gather and analyze data to determine if 
current professional development activities in which teachers engage are research-
based and are perceived as having an impact on classroom instruction. For the 
purposes ofthis study, professional development was defined as any formal or 
informal activity which contributes to the professional growth of teachers, including 
traditional workshops, in-service trainings, and conferences as well as job-embedded 
professional development, such as teacher mentoring, book studies, and collaboration. 
Professional growth activities that teachers often engage in individually, such as 
reading a book or journal article, were not included in this study. 
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Significance of the Problem 
The significant role that professional development should play in providing 
teachers with the needed skills and knowledge to effectively instruct students is 
indisputable; however, professional development _is npt always viewed by teachers as 
being beneficial. In addition, when compared to the length of a typical school year, 
the time set aside for teachers to engage in professional development activities is 
limited. Therefore, the quality of such activities is critical to school and district-level 
educators who make professional development decisions. 
Review of Related Literature 
Professional development standards. 
The literature review focused on identifying effective professional 
development practices that have been shown to have a positive impact in the 
classroom. Specific professional development standards have been developed by the 
Kentucky Department of Education (KDE, 2001) and the National StaffDevelopment 
Council (NSDC, 2001). Both sets of standards assert that professional development 
should be based upon numerous data sources and should provide educators with 
research-based strategies to increase students' academic performance levels .. 
Kentucky's standards (2001) state that ''Professional Development is job-embedded 
and includes follow-up" (p. 1) while the NSDC Standards (2001) say that 
professional development "that improves the learning of all students organizes adults 
into learning communities whose goals are aligned with those of the school and 
district" (p. 1). 
Professional development practices. 
Johnson and Johnson (1999) question the ability of "outside consultants" to 
present material that meets the needs of individual schools, as well as the 
effectiveness of those who attempt to make any lasting impact in a single session. 
Instead, they say that when the teachers within a school develop the capacity to be 
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· responsible for the professional development, "the force that develops from within 
teachers in such situations is a powerful tool for school reform" (Johnson & Johnson, 
1999, p. !). The collegiality that develops among teachers enhances learning, and it 
is "this type oflearning that transfers to classroom practice" (Joyce & Showers, 1996, 
as cited in Johnson & Johnson, 1999, p. 1). 
As an example, the Carbondale Community High School English department 
. . . 
in Carbondale, Illinois, has been quite success~! in improving student achievement in 
' ·'l' . ' . . . 
writing and English scores on the ACT (Johnson & Johnson, 1999). This department 
chose teachers who could work together and gave them the power to "make decisions 
affecting curriculum, instruction, and ongoing professional development" (Johnson & 
Johnson, 1999, p. 2). According to Johnson and Johnson, teachers "can help one 
another over individual hurdles; their collegiality provides the professional assistance 
each teacher requires to succeed" (1999, p. 3). 
A 2001 study from the U. S. Department of Education's National Center for 
Education Statistics states that research has shown "two broad dimensions of teacher 
effectiveness: (1) the level of knowledge and skills that teachers bring to the 
classroom ... and (2) classroom practices" (p. iii). This study points out that "formal 
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professional development, typically consisting of school and district staff 
development programs, however, has been criticized for being short term and lacking 
in continuity and adequate follow up" (Fullan with Stiegelbauer, 1991, as cited in 
Parsad, Lewis, & Farris, 2001, p. 4). 
As a part of this study, teacher surveys administered in 2000 to over five 
thousand teachers from every state revealed that in all but one subject area, the 
professional development activities that teachers usually participated in for over eight 
hours were in the subject areas that they taught; all other professional development 
generally equaled a day or less. Teachers who spent over eight hours indicated more 
often that the experience positively impacted classroom instruction than those who 
participated for less than eight hO\JI'S. This finding supports the premise that 
professional development should include follow-up since researchers (Fullan with 
Stiegelbauer 1991; Lewis et al. 1999; Mullens et al. 1996, as cited in Parsad, Lewis, 
& Farris, 2001) have long denounced the brevity and absence of connectivity that are 
prevalent in conventional professional development programs. In addition, 
professional development activities that are unrelated to classroom events have not 
been shown to have a long-term impact (Fullan with Stiegelbauer, 1991, as cited in 
Parsad, Lewis, & Farris, 2001). 
In addition to conventional professional development programs, the more than 
five thousand teachers who were administered the survey in 2000 reported that they 
participated in job-embedded professional development activities. Sixty-nine percent 
indicated that they had collaborated with other teachers, 62% networked with teachers 
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from other schools, and 53% participated in common planning with a team of 
teachers. Fifty-two percent had individually or collaboratively researched a 
professional topic. However, only 26% participated in formally mentoring another 
teacher, and only 23% had been.mentored by a peer. The survey also requested that 
teachers indicate their perceptions of the impact that professional development had on 
classroom practices. Only 12% to 27% of the teachers who participated in the survey 
reported that the professional development in which they engaged positively impacted 
their teaching (Parsad, Lewis, & Farris, 2001 ). 
Successful professional development programs. 
A 2000 National Staff Development Council study ( cited in Rebora, 2004) 
looked at the successful professional development programs of eight high-performing 
schools. The programs were collaborative, varied, widespread, and focused on 
student achievement. A 2000 Educational Testing Service study ( cited in Rebora, 
2004) found a relationship between high student math scores and professional 
development related to "higher-ord~r thinking skills" (p.2) for teachers. The study 
also implies that professional development related to general topics, such as discipline 
or cooperative learning, impacted students' test scores either minimally or negatively 
(Rebora, 2004). 
Darling-Hammond (1998) states that " ... achieving high levels of student 
understanding requires immensely skillful teaching-and schools that are organized 
to support teachers' continuous learning" (p. 1 ). She points out that teachers are 
anticipated to either have the knowledge that they will require throughout their tenure 
·'' 
or to gain it through teacher trainings, while rarely being given occasions to examine 
and evaluate teaching with peers. Darling-Hammond (1998) asserts that active, 
collaborative learning, analysis of student work, and the sharing of ideas enhances 
teacher learning and that: 
7 
Some school districts have begun to create new models of induction and 
ongoing professional development for teachers and principals. These feature 
mentoring for beginners and veterans; peer observation and coaching; local 
study groups and networks for specific subject matter areas; teacher 
academies that provide ongoing seminars and courses of study tied to practice; 
and school-university partnerships that sponsor collaborative research, 
interschool visitations, and learning opportunities developed in response to 
teachers' and principals' felt needs. (p. 4) 
In other schools, teachers have organized their learning around the 
development of standards and assessments of student work, evaluating both 
student learning and the effectiveness of their own teaching in the process. 
The result is a greater appreciation for what matters and what works, as well 
as what needs to change to promote student success. (pp, 4-5) 
A three-year study of professional development by the U. S, Department of 
Education (Porter, Garet, Desimone, Kwang, & Birman, 2000) involving teachers 
from thirty schools in five different states indicates "that the quality of professional 
development experiences varies considerably not only across teachers at a single 
point in time but also over time for the same teachers" and that the "most variation in 
the quality of the professional development. .. lies within, not between, schools" (p. 
61 ). Findings from this study indicate that teachers who engaged in poor quality, 
inconsistent professional development made few changes in the classroom. 
However, professional development that concentrates on particular instructional 
' . 
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strategies does impact classroom instruction and even more so if it incorporates the 
"six dimensions of quality," which include professional development that "is a reform 
rather than traditional type, is sustained over time, involves groups of teachers from 
the same school, provides opportunities for active learning, is coherent with other 
reforms and teachers' activities, and is focused on specific content and teaching 
strategies" (Porter et. al., 2000, p. 62). 
Professional learning communities. 
Much has been written about the development of professional learning 
co=unities, which involve "students, teachers, and administrators simultaneously in 
learning" (Hord, 1997, p.1), as a means to enhance student achievement. Dufour and 
Eaker (1998) point out that the organization of public schools in America in the late 
1800's and early 1900's followed the top-down organization of factories, but 
professional learning co=unities break from this tradition and help schools meet 
today's academic challenges. Professional learning co=unities are characterized 
by: 1) "shared mission, vision, and values," 2) "collective inquiry," 3) "collaborative 
teams," 4) "action orientation and experimentation," 5) "continuous improvement," 
and 6) "results orientation" (Dufour and Eaker, 1998, pp. 5-7). 
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An article published by the Southwest Education Development Laboratory 
(SEDL) states that "the professional learning community is seen as a powerful staff 
development approach and a potent strategy for school change and improvement" 
(Hord, 1997, p. 1). Hord's literature review indicates schools with student and staff 
professional learning communities experienced fewer gaps in student achievement 
and significant improvements in reading, math, science, and history than in 
conventional schools (Hord, 1997). Brandt (2003) adds that people learn more easily 
if the subject matter is significant to them, they can collaborate with others, and their 
surroundings are conducive to learning. 
Impact of professional development. 
According to Tomlinson ape;! Allan (2000), the yalue of professional 
development in bringing about needed changes has most likely been underestimated. 
They point out that knowledgeable teachers hav~ been shown to have a greater impact 
on student learning than class size and that professional development opportunities 
should provide for teacher choice based on their individual professional growth 
needs. Tomlinson and Allan (2000) assert that teachers should not be held 
responsible for undertakings that they have not been trained to accomplish. 
Statement of the Hypotheses 
Hypothesis I. 
It is hypothesized that current professional development activities in which 
teachers engage are frequently not aligned with professional development practices 
that have been shown to impact classroom instruction, including the implementation 
of nontraditional types of professional development activities, follow-up activities, 
engaged learners, relevant content and instructional strategies, job-embedded 
professional development, teacher choice, and professional development aligned with 
school and district standards as cited throughout the literature review. 
Hypothesis 2. 
Furthermore, it is hypothesized that current professional development 




The sample for this study consisted of teachers from two K-8_ elementary 
schools ( one "meets goal" school and one "assistance level 3" school); two middle 
schools containing grades 6-8 (one "meets goal" school and one "progressing" 
school); and one "meets goal" high school containing grades 9-12. All four schools 
are located in rural, eastern Kentucky. 
The academic status for each school was determined from the 2004 Kentucky 
Performance Report (KPR), which reflects student performance on the 
Commonwealth Accountability Testing System (CATS). Within Kentucky, each 
school has its own individual continuum, which includes biennial targets to ensure 
that its students reach proficiency, a score of 100, by 2014. "Meets goal" schools met 
their biennial targets, "progressing" schools did not reach their biennial goals but 
scored above their assistance lines, and "assistance level 3" schools feJJ into the 
bottom third of all schools beneath their assistance lines (KDE, 2004). 
Instruments 
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Data sources included a professional development survey for teachers and 
individual teacher interviews. The survey (see Appendix) consisted of structured-
response questions created to gather data related to when teachers participate in 
professional development activities; teacher input into the types of professional 
development in which they participate; alignment of professional development with 
school, district, and state standards; the relevancy of the content to classroom 
instruction; and the format of the activities and their perceived impact on classroom 
instruction. A variety of professional development formats were included on the 
survey including sessions consisting of a presenter with little or no active 
involvement from participants, initial sessions with foJJow-up sessions, and job-
embedded professional development, such as mentoring another teacher or being 
mentored by another teacher .. Teachers ,also had 'the option of including other formats 
not listed on the survey. The survey was developed after identifying common, 
research-based professional development practices cited in the review of related 
literature and was also constructed to gather data within teacher subgroups-
elementary, middle level, and high school teachers. 
Study Design 
The study design is descriptive. The study describes the extent and types of 
professional development in which teachers have engaged during the 2004-2005 
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school year, as well as their perceived impact on classroom practices. Findings were 
compared to the research-based professional development practices revealed in the 
literature review. 
Procedures 
Surveys were administered to teachers from the five schools on a volunteer 
basis, but an attempt was made to survey all teachers. Surveys were delivered to each 
school in a large envelope with a cover letter attached explaining the purpose of the 
research study. The principal was asked to provide each teacher on his/her faculty a 
survey to complete and return to the large envelope. The completed surveys were 
then sent back to the researcher. In addition, semi-structured interviews 
approximately fifteen minutes in length were conducted with teachers who were 
willing to be interviewed. These interviews obtained more in-depth information 
regarding professional development practices and their perceived impact on 
classroom instruction. 
An assumption of this study is that teachers who responded to the survey and 
participated in the interviews accurately reported the types of professional 
development in which they engaged and the impact that their participation had on 
classroom instruction. Individual professional development sessions were not 
analyzed, but a description of the overall professional development activities in which 
teachers have engaged in throughout the year was developed. In addition, student 
achievement data was not gathered or analyzed to verify the perceived impact on 
classroom instruction. 
Data Analysis 
Frequencies were calculated for each structured-response survey question. 
Subgroups of data related to responses from elementary teach~rs, middle-grades 
teachers, and high school teachers were also analyzed and compared. In addition, 
qualitative data from the individual teacher interviews were analyzed to determine 
participants' perceptions of current professional development practices and their 
impact in the classroom. 
Results 
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A total of eighty-seven surveys were returned, which included thirty-two 
surveys completed by high school teachers from grades nine through twelve, thirty-
seven surveys completed by middle-grades teachers from grades six through eight, 
and eighteen surveys completed by elementary teachers from grades Kindergarten 
through five. This was a return rate of76%. Interviews were completed with twelve 
volunteer teachers across multiple grade levels. Although an attempt was made to 
interview teachers from each grade level, Kindergarten through grade twelve, this did 
not occur due to the voluntary nature of the study. Teachers at the high school level 
were least likely to volunteer for the interview while elementary and middle-grades 
teachers volunteered most often. Six elementary teachers, five middle-grades 
teachers, and one high school teacher were interviewed. 
Survey respondents' averaged eleven years of teaching experience. Subgroup 
analysis revealed that teachers at the high school level averaged thirteen years of 
teaching experience, middle-grades teachers averaged eleven years, and elementary 
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teachers averaged nine years. Completed surveys were received from teachers across 
all content areas, ranging from self-contained at the elementary level to 
departmentalized instruction at the middle and high school levels. 
Respondents indicated that they had participated in an average of fifteen 
professional development sessions during the past year. However, elementary 
teachers reported that they engaged in an average of twenty-four professional 
development sessions during the past year, while middle grades teachers engaged in 
an average of nineteen sessions, and high school teachers participated in an average 
of seven sessions. Therefore, the reported average number of professional 
development sessions that teachers engaged in actually decreased as the teaching 
level and the years of experience increased. For example, high, school teachers 
averaged more years of teaching experience than elementary and middle school 
' . 
teachers, and they reported enga!llll;g in fewer professional development sessions 
during the past year. In contrast, elementary teachers averaged the fewest years of 
teaching experience when compared to middle and high school teachers, and they 
reported engaging in the highest number of professional development sessions during 
the past year. 
When teachers were asked to identify when they engaged in professional 
development during the past year, the eighty-seven respondents reported that most 
sessions were conducted after school (see Table 1). Analysis of the subgroup data 
reported by elementary, middle-grades, and high school teachers revealed significant 
variations in when teachers engaged in professional development sessions, especially 
for sessions conducted after school. The thirty-two high school teachers reported 
participating in significantly fewer after-school professional development sessions 
than the eighteen elementary and thirty-seven middle-grades teachers. Table 1 
includes the responses for each subgroup-elementary, middle, and high school 
teachers-and the total responses. 
Table 1 
When Teachers Engage in Professional Development 
Elementary Middle-Grades High School Total 
Teacher Teacher Teacher Teacher 
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Participation Participation Participation Participation 
Summer 
Sessions 28 (6%) 66 (9%) 35 (15%) 129 (9%) 
After-School 
Sessions 214 (48%) 371 (50%) · 43 (19%) 628 (44%) 
During-School 
Sessions 122 (27%) 132 (18%) 48 (21 %) 302 (21%) 
Sessions on 
PD Days 81 (18%) 176 (24%) 105 (45%) 362 (26%) 
Table 2 shows that 71 % of the total number ofrespondents indicated that all 
or most of the professional development sessions that they engaged in were relevant 
to the content that they teach; however, subgroup data shows that 19% of the high 
school teachers reported that few or none of the professional development sessions 
that they engaged in during the past year were relevant to the content that they teach. 
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Table 2 shows the percentage of responses from teachers at each level and from the 
total sample. 
Table2 
Teachers' Perceptions of Relevance of Professional Development to Classroom 
Content 
Elementary Middle-Grades High School 
Teachers' Teachers' Teachers' Total 
Responses Responses Responses Responses 
All of the PD sessions 
were relevant to the 
content that I teach. 39% 27% 16% 25% 
Most of the PD 
sessions were relevant 
to the content that I 
teach. 39% 49% 44% 46% 
Some of the PD 
sessions were relevant 
to the content that I 
teach. 22% 19%, -22% 20% 
Few or none of the PD 
sessions were relevant 
to the content that I 
teach. 0% 5% 19% 9% 
More than one third of the total respondents and each subgroup-elementary, 
middle, and high school teachers-reported that only some of the professional 
development that they engaged in resulted in changes in classroom instruction; 
however, over half the total respondents and each subgroup indicated that most or all 
sessions influenced their instruction. Only 6% of the elementary and high school 
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teachers and none of the middle school teachers reported that few or none of the 
sessions impacted their classroom teaching (see Table 3). 
Table 3 
Teachers' Perceptions of Classroom Impact of Professional Development 
Elementary Middle-Grades High School 
Teachers' Teachers' Teachers' Total 
Responses Responses Responses Responses 
All of the PD 
sessions resulted in 
changes in my 
classroom teaching. 6% 22% 0% 10% 
Most of the PD 
sessions resulted in 
changes in my 
classroom teaching. 50% 43% 53% 48% 
Some of the PD 
sessions resulted in 
changes in my 
classroom teaching. 39% 35% 41% 38% 
Few or none of the 
PD sessions resulted 
in changes in my 
classroom teaching. 6% 0% 6% 3% 
Ninety-three percent of the total respondents indicated that the professional 
development in which they engaged during the past year was aligned with state, 
district, and school standards. Seven percent of the total, 11 % of the elementary, and 
9% of the high school teachers reported that only some of the professional 
development sessions were aligned with state, district, and school standards. All of 
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the middle-grades teachers reported that all or most of the professional development 
in which they participated was aligned with state, district, and school standards. 
As Table 4 indicates, middle school te,achers had the most input into the type 
of professional development in which they engaged and elementary teachers had the 
least. Overall, just over one third of survey respondents indicated that they had input 
into the type of most or all of the PD in which they participated, 
Table 4 
Teachers' Reported Levels of Input into TyPes of Professional Development 
High 
Elementary Middle-Grades School 
Teachers' Teachers' Teachers' Total 
Responses Responses Responses Responses 
I had input into all of 
the types of PD in 
which I engaged, 11% 14% 16% 14% 
I had input into most 
of the types of PD in 
which I engaged. 0% 38% 22% 24% 
I had input into some 
of the types of PD in 
which I engaged. 78% 35% 34% 44% 
I had input into few 
or none of the types 
of PD in which I 
engaged. 11% 14% 28% 18% 
To complete the survey, teachers were presented with a list of professional 
development formats and asked to indicate their participation during the past year, or 
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teachers could list a format that was not included. Respondents from all grade levels 
and content areas reported engaging in professional development sessions involving a 
variety of formats. Initial analysis included a determination of the percentage of 
respondents from each level--elementary, middle, and high school-and the total 
percentage of respondents who participated in one or more sessions of each format. 
Table 5 shows the results of this analysis. 
Table 5 
Percentage of Teacher Participation in a Variety of Professional Development 
Formats 
Presenter with 
























Middle-Grades High School 
Teacher Teacher 












group 78% 43% 34% 47% 
Content area 
teacher 
academy 72% 30% 19% 35% 
Mentoring 
another teacher 33% 16% 28% 24% 
Being mentored 
by another 




school 44% 22% 38% 32% 
Workshop 
conducted by 
teachers at your 
school 94% 49% 47% 58% 
Workshop 
conducted by an 
outside 
consultant 94% 43% 47% 55% 
District, state, 
or national 
conference 44% 22%. 31% 30% 
Other 0% 5% 6% 5% 
Teachers who participated in the study were also asked to rate the level of 
impact that each type of professional development format had on their classroom 
teaching. Levels of impact included on the survey included the following: 1 =none, 
20 
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2=some, 3=moderate, and 4=significant. The mean level of impact was determined 
for each level-elementary, middle, and high school-and for the total number of 
teachers (see Table 6). 
Table 6 
Professional Development Formats and Mean Levels of Impact on Classroom 
Teaching Based on Teachers' Perceptions 
Elementary Middle-Grades High School Total Number 
Teachers Teachers Teachers of Teachers 
Presenter with 
little or no 
active 
involvement 
from 2-Some 2-Some 3-Moderate 2-Some 
participants Impact Impact Impact Impact 
One-time 
session with no 
follow-up 3-Moderate 3-Moderate 2-Some 3-Moderate 




from 3-Moderate 3-Moderate 3-Moderate 3-Moderate 
participants Impact Impact Impact Impact 
Initial session 
with follow-up 3-Moderate 3-Moderate 3-Moderate 3-Moderate 
sessions Impact Impact Impact Impact 
Informal study 3-Moderate 3-Moderate 3-Moderate 3-Moderate 
group Impact Impact Impact Impact 
Content area 3-Moderate 4 - Significant 3-Moderate 3-Moderate 
teacher academy Impact Impact Impact Impact 
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Mentoring 3-Moderate 4 - Significant 3-Moderate 3-Moderate 
another teacher hnpact hnpact hnpact hnpact 
Being Mentored 
by another 3-Moderate 4 - Significant 3-Moderate 3-Moderate 
teacher hnpact hnpact hnpact hnpact 
Networking 
with teachers 
outside your 3-Moderate 3-Moderate 3-Moderate 3-Moderate 
school hnpact hnpact hnpact hnpact 
Workshop 
conducted by 
teachers at your 3-Moderate 3-Moderate 3-Moderate 3-Moderate 
school hnpact hnpact hnpact hnpact 
Workshop 
conducted by an 
outside 2-Some 3-Moderate 3-Moderate 3-Moderate 
consultant hnpact hnpact hnpact hnpact 
District, state, or 
national 3-Moderate 4 - Significant 3-Moderate 3-Moderate 
conference hnpact hnpact hnpact hnpact 
Furthermore, participants were asked to indicate the number of each type of 
professional development session that they engaged in during the past year. Of all the 
format types listed on the survey, elementary teachers reported that they most often 
engaged in the following session formats: 1) fac\litatqr with active involvement from 
participants, 2) initial session with follow-up sessions, 3) mentoring another teacher, 
4) being mentored by another teacher, and 5) workshop conducted by teachers at their 
schools. Teachers from the middle grades reported that they most often engaged in 
the following session formats: 1) facilitator with active involvement from 
23 
participants, 2) initial session with follow-up sessions, 3) mentoring another teacher, 
4) being mentored by another teacher, and 5) networking with teachers outside their 
schools. High school teachers reported that they most often engaged in the following 
session formats: 1) facilitator with active involvement from participants, 2) mentoring 
another teacher, and 3) being mentored by another teacher. Therefore, professional 
development formats that included a facilitator with active involvement from the 
participants, mentoring another teacher, and being mentored by another teacher were 
included by teachers at all levels. 
When asked to identify the three most beneficial professional development 
sessions that they participated in during the last year, 33% of the elementary teachers 
who participated in the study indicated a session dedicated to the five components of 
reading instruction. In addition, all teachers who indicated this session as beneficial 
reported that the professional development was aligned with school and district goals, 
was relevant to content, and resulted in a significant impact on classroom instruction. 
All of the professional develop~erit sessions indicated as most beneficial by at least 
10% of the elementary teachers are listed in Table 7 below. Including the informal 
study group, six of the seven sessions incorporated active involvement from 
participants, and three of the sessions included follow-up activities. In addition, the 
sessions listed below were reported as being aligned with school and district goals 
and having a moderate to significant impact on classroom instruction. 
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Table 7 
Most Beneficial Professional Development Identified by Elementary Teachers 
Session Title 
Five Components of Reading Instruction 
conducted by school reading coach 
District Title I Conference 
Differentiated Learning Book Study 
District BEST Academy (technology) 
District Math Academy 
District Reading Academy 
Reading First Summer Institute 
Format 
Facilitator with active involvement 
from participants 
District conference with choice of 
sessions 
Informal study group 
Initial session with follow-up 
sessions, included active involvement 
from participants 
Content area academy, included 
·. follow-up sessions and active 
involvement from participants 
Content area academy, included 
follow-up sessions and active 
involvement from participants 
Reading training in Reading First 
Grant initiative, included active 
involvement from participants 
Fifty-four percent of the middle-grades teachers indicated The Thoughtful 
Classroom Institute, conducted by Dr. Harvey Silver and Richard Strong, as one of 
the most beneficial sessions. This workshop included an initial session with follow-
up sessions. Teachers who indicated The Thoughtful Classroom Institute reported 
that the workshop was aligned with school and district goals and that their 
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participation either moderately or significant impacted classroom instruction. All 
professional development reported as most beneficial by at least 10% of the middle-
grades teachers are listed in Table 8 below. Including the informal study group, all of 
these sessions incorporated active involvement from participants, and teachers 
reported that their participation resulted in moderate to significant impact on 
classroom instruction. However, 27% of the teachers reported that they had no input 
into the type of professional development in which they engaged. 
Table 8 
Most Beneficial Professional Development Identified by Middle-Grades Teachers 
Session Title 
The Thoughtful Classroom Institute (Silver, Strong, 
& Associates) 
Open Response Training 
Book Study of Framework for Understanding 
Poverty by Ruby Payne 
Format 
Workshop conducted by 
outside consultants, included 
follow-up sessions and active 
involvement from participants 
Facilitator with active 
involvement from participants 
Informal study group 
Facilitator with active 
Comprehensive School Improvement Plan/Timelines involvement from participants 
CATS Data Analysis 
Facilitator with active 
involvement from participants 
Twenty-eight percent of the high school teachers who responded to the survey 
indicated a session related to drug education as one of the most beneficial. The 
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majority of these teachers reported that this session was aligned with school and 
district goals and significantly impacted their classroom teaching. However, 44% 
indicated that the session was not relevant to the content that they teach, and 22% 
indicated that they had no input into the type of professional development in which 
they engaged. All professional development sessions reported as most beneficial by 
at least 10% of the high school teachers are listed below in Table 9. Four of the five 
sessions included active involvement from participants. Teachers reported that all of 
these sessions had a moderate to significant impact on their classroom teaching. 
Table 9 
Most Beneficial Professional Development Identified by High School Teachers 
Session Title 
Drug Education 
The Thoughtful Classroom Institute (Silver, 
Strong, & Associates) 
Portfolio Training 
Standards-Based Units Training 
CATS Data Analysis 
Format 
Workshop conducted by outside 
consultant with active 
involvement from participants 
Workshop conducted by outside 
consultants, included follow-up 
sessions and active involvement 
from participants 
Presenter with little or no active 
involvemenffrom participants 
Facilitator with active 
involvement from participants 
Facilitator with active 
involvement from participants 
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When asked to identify the three least beneficial professional development 
sessions in which they engaged during the past year, 44% of the elementary teachers 
who responded to the survey identified a session related to on-demand writing and 
open response questions. Sixty-three percent reported that they had no input into the 
type of professional development session in which they engaged. All but one of these 
teachers indicated that this professional development session was aligned with school 
and district goals; however, 38% reported that this session was not relevant to the 
content that they teach. The least beneficial sessions indicated by at least 10% of the 
elementary teachers are listed below in Table 10. Elementary teachers reported that 
all of these sessions had only some or no impact on classroom teaching. 
Table 10 
Least Beneficial Professional Development Identified by Elementary Teachers 
Session Title 
Kentucky Teaching Learning Conference in 
Louisville, Kentucky 
On Demand/Open Response Training 
Student Writing Training 
Orientation Level Differentiated Learning 
Harcourt Reading Implementation 
Book Study of Framework for Understanding 
Poverty by Ruby Payne 
Format 
State conference with choice of 
sessions 
Presenter with little or no active 
involvement from participants 
Presenter with little or no active 
involvement from participants 
fuformal study group 
Presenter with little or no active 
involvement from participants 
fuformal study group 
Least beneficial sessions identified by middle-grades teachers who 
participated in the study were spread among a variety of sessions. Those identified 
by at least 10% of the middle-grades teachers are listed in Table 11. 
Table 11 
Least Beneficial Professional Development Identified by Middle-Grades Teachers 
Session Title 
Technology Training 
Book Study of Framework for Understanding 
Poverty by Ruby Payne 
Format 
Facilitator with active 
involvement from participants 
Informal study group 
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Writing Portfolio Training 
Analyzing Student Work Sessions 
Presenter with little or no active 
involvement from participants 
CATS Data Analysis . 
Informal study group 
Facilitator with active 
involvement from participants 
Of the 14% who indicated writing. portfolio and technology training as least 
beneficial, only one teacher reported that she had input into the type of session. 
While the majority of teachers reported that the sessions listed below were aligned 
with school and district goals, all of the teachers who identified the poverty book 
study as least beneficial indicated that this session was not aligned with school or 
district goals. Interestingly, 14% of the middle-grades teachers indicated the poverty 
book study as one of the most beneficial sessions, and 14% indicated it·as one of the 
least beneficial sessions. In addition, the majority of those teachers who identified 
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writing portfolio training, technology training, and the poverty book study as least 
beneficial reported that these sessions were not relevant to the content that they teach. 
Teachers reported that all the sessions listed below had only some or no impact on 
their classroom teaching. 
A total of only four professional development sessions were identified by high 
school teachers as least beneficial. This finding is understandable given that all 
thirty-two high school teachers who participated in the survey are from the same high 
school. Due to the low number of least beneficial sessions identified, all sessions, 
regardless of the percentage of teachers who identified them, are listed in Table 12. 
Table 12 
Least Beneficial Professional Development ldentifie~ by High School Teachers 
Session Title 
Writing Portfolio Training 
Format 
Presenter with little or no 
active involvement from 
participants 
Presenter with little or no 
active involvement from 
Gifted/Talented Training participants 
Facilitator with active 
Comprehensive School Improvement Plan Training involvement from participants 
Smoking Prevention 
Presenter with little or no 
active involvement from 
participants 
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Three of the four sessions included a presenter with little or no active involvement 
from participants. Except for the session on smoking prevention, teachers reported 
that these sessions had only some or no impact on their classroom teaching. The 
session on smoking prevention reportedly had a moderate impact in the classroom. 
Teachers also indicated that the sessions were aligned with school and district goals. 
Twelve volunteer teachers across a variety of grade levels were interviewed to 
gain a deeper understanding of their perceptions regarding the professional 
development in which they have engaged throughout the past year. When asked to 
describe their professional development experiences, half of the teachers responded 
that some or most of the professional development sessions were beneficial; however, 
three of the teachers indicated that some of the sessions were long, boring, or 
repetitive because they had participated in them before. One teacher described her 
professional development experiences as "fair," yet another indicated that all of the 
professional development was beneficial and "well planned." 
Teachers were asked to explain why they identified the three sessions in 
survey question #11 as most beneficial. All of the teachers who were interviewed 
responded that the content of the sessions was related to the content that they teach, or 
the sessions had practical applications in their classrooms. When .. asked to explain 
why they identified the three sessions in survey question #12 as least beneficial, one 
teacher responded, "These three sessions did not produce information that was 
practically useful in the classroom." Six of the teachers indicated that they had 
already participated in similar sessions; therefore, they were repetitive. One teacher 
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said that the sessions were not presented well and appeared as if they had been 
• 
thrown together. 
When asked to describe the impact that the professional development in which 
they engaged in during the past year has had on their classroom teaching, one teacher 
indicated that her experiences helped her instruction become more differentiated and 
provided her with various strategies for reading instruction. Seven of the teachers 
explained that their professional development experiences provided them with new 
strategies and new ideas to use in the classroom, and one of these teachers said that 
his professional development experiences changed the way he "thought and taught." 
Two teachers said that their experiences made them more aware of students' 
backgrounds and home lives and gave them better insight into why students did not 
complete homework or were not motivated to learn. 
When asked to describe the type of input that they had concerning the types of 
professional development that they engaged in this year, all of the teachers who were 
interviewed indicated that they had some input thr011gh professional development 
surveys, requests, or making suggestions. However, one teacher responded that she 
"had no input on other PD other than a survey asking what I would like." 
During the interviews, teachers were asked to describe how the professional 
development that they engaged in during the past year was aligned with school and 
district goals. Teachers indicated that the professional development sessions were 
aligned with Kentucky's Core Content for Assessment and the District Curriculum 
Document. One teacher said that the sessions were aligned with the Comprehensive 
School Improvement Plan, and another more specifically said that her professional 
development experiences were aligned with the goals of "making better teachers, 
ensuring learning for all students, and creating a better learning environment." 
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Finally, interviewees were asked what changes they would make next year to 
ensure that the professional development experiences that they engage in meet their 
professional growth needs and have an impact in their classrooms. One teacher 
responded that she would request that the principal offer more technology related 
professional development. Another teacher said that she would make no changes, and 
yet another suggested the continued use of the professional development survey to 
gain teacher input. Other responses included the option of choosing from different 
types of professional development; no whole-group, "cookie-cutter" sessions; and 
breakout sessions targeting primary, middle, and high school teachers or specific 
content areas. One teacher suggested a staff meeting to discuss their specific 
professional development needs and to plan sessions to meet those needs. 
Discussion 
Variations in professional development 
The findings from this study indicate a wide variation in professional 
development activities, especially among teachers at different grade levels and with 
different years of experience. Data fron;i high schooi respondents indicate that 
teachers at this level averaged more years of teaching experience and engaged in 
fewer professional development sessions during the past year than teachers at the 
elementary and middle-grades levels. While high school teachers participated in an 
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average of seven professional development sessions during the past year, elementary 
teachers averaged twenty-four sessions, and middle-grades teachers averaged 
nineteen sessions; yet, high school teacher averaged thirteen years of teaching 
experience while middle school teachers averaged eleven years, and elementary 
teachers averaged nine years. 
In addition, high school teachers engaged in significantly fewer after-school 
professional development sessions than elementary and middle-grades teachers. The 
majority of professional development for elementary and middle-grades teachers was 
conducted after school while the majority of professional development for high 
school teachers was conducted on the four professional development days that were 
in the school calendar. Therefore, based on the survey data, elementary and middle-
grades teachers participated in more professional de~~lopment in addition to the 
., 
sessions on professional development days than did high school teachers. Since high 
school teachers averaged more years of teaching experience, perhaps they did not feel 
as though they needed as much professional development as less-experienced 
teachers, or perhaps less was planned for them. Another possible explanation is that 
elementary teachers require more professional development because they typically 
teach all content areas in self-contained classrooms whereas middle and high school 
teachers usually focus on one content area in departmentalized classrooms. 
Classroom impact 
Furthermore, as indicated in the review ofliterature, professional development 
activities that are unrelated to classroom events have not been shown to have a long-
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term impact (Pullan with Stiegelbauer, 1991, as cited in U. S. Depart. of Ed., 2001); 
yet, 20% of the survey respondents reported that only some of the professional 
development sessions that they participated in were relevant to their content. 
Additionally, 9% of the total teachers and 19% of the high school teachers reported 
that few or none of the sessions were relevant to their content. Consequently, at least 
some or all of the professional development engaged in by more than one fourth of 
the teachers who participated in the study was perceived as irrelevant to the content 
that they teach. Because high schools are departmentalized and teachers usually 
focus on one content area, perhaps the ''whole-group, cookie-cutter" type of 
professional development identified by an interviewee contributed to the percentage 
of high school teachers who perceived their professional development experiences as 
irrelevant to their content. Several teachers who were interviewed explained that this 
was one reason why some of the sessions were identified as least beneficial. 
On the other hand, the drug education session identified as beneficial by high 
school teachers obviously could not have been related to every teacher's content. 
Yet, the far reaching effects of teenage drug usage in today's society exemplify the 
relevance of this session to teachers of high school students. Therefore, data may 
indicate that teachers view professional development as beneficial if it provides them 
with knowledge that will help them better meet the needs of their students, even when 
those needs are not related to academics. 
The main purpose of professional development for teachers is to improve 
classroom instruction, and with a limited amount of time to spend, the importance of 
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providing quality professional development is indisputable. The majority of teachers 
who identified sessions as most beneficial indicated that the sessions had a moderate 
or significant impact on their teaching. Interviewees indicated that these sessions 
provided them with strategies to use in their classrooms. Nevertheless, survey data 
revealed that over one third of all teachers who participated in the study reported that 
only some of the professional development that they engaged in during the past year 
impacted their classroom teaching. In addition, 6% of the elementary and high school 
teachers reported that few or none of the sessions resulted in changes in their 
teaching. Therefore, one can conclude that a substantial number of teachers 
perceived at least some of their professional development experiences as ineffective 
in bringing about changes in their classrooms. 
One hypothesis of the study was that current professional development 
practices are not aligned with practices that have been shown to impact classroom 
instruction, including alignment with school and district standards. Teachers' 
perceptions seemed to differ. Ninety-three percent of the study participants reported 
that the professional development that they engaged in during the past year was 
aligned with state, district, and school standards. 
Teacher choice 
The importance of teacher choice in deciding the types of professional 
development that they engage in is discussed in the review ofliterature (Tomlinson & 
Allan, 2000); however, 28% of the high school teachers who participated in the study 
reported that they had input into few or none of the types of professional development 
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in which they engaged. More significantly, 78% of the elementary teachers and 44% 
of the total number of teachers indicated that they had input into only some of the 
professional development in which they engaged. The appreciable difference may be 
due to the fact that most elementary teachers reported teaching all subjects in self-
contained classrooms. As stated earlier, teachers who teach all subjects may require 
professional development in more areas than teachers who focus on only one content 
area, as do most middle and high school teachers. Administrators in charge of 
professional development at the elementary level may give teachers fewer 
opportunities to provide input into the types of professional development in which 
they participate due to the fact that all subjects are taught at this level and training in a 
broad range of areas could conceivably be beneficial. This may also indicate why 
elementary teachers participate in more professional development. Perhaps by 
gaining a greater level of teacher input, even at the elementary level, schools could 
provide professional development that is more relevant to the classroom content of 
individual teachers, which will more likely result in changes in classroom practices. 
Best practice 
Research studies cited in the literature review indicate that effective 
professional development actively involves participants and includes follow-up (U. S. 
Dept. of Ed., 2000); yet, 61 % of the elementary teachers and 50% of the high school 
teachers reported that they engaged in one or more sessions which included a 
presenter with little or no active involvement from participants. (See Table 5.) In 
addition, 67% of the elementary teachers, 38% of the middle-grades teachers, and 
47% of the high school teachers reported that they engaged in at least one session 
with no follow-up sessions. As stated earlier, the limited amount of time for 
professional development does not encourage best practice and often leads to 
ineffective professional development. 
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On a more positive note, more than half of the respondents indicated that they 
engaged in one or more sessions that included a facilitator with active involvement 
and an initial session with follow-up sessions. In fact, 43% of the most beneficial 
sessions identified by at least 10% of the elementary teachers included both follow-up 
sessions and active involvement from participants. Eighty percent of the most 
beneficial sessions identified by at least 10% of the middle and high school teachers 
were conducted by facilitators with active involvement from participants. 
In addition, nearly one fourth of the teachers who participated in the survey 
indicated that they engaged in job-embedded, non-traditional types of professional 
development, such as mentoring another teacher or being mentored by a colleague, 
and nearly half engaged in a study group with other teachers. These types of 
professional development activities have been shown to impact learning by providing 
teachers with opportunities to share effective instructional strategies and improve 
their own teaching (Darling-Hammond, 1989). Elementary and high school teachers 
who participated in the study indicated that job-embedded, nontraditional types of 
professional development had a moderate impact on classroom instruction. Middle 
school teachers indicated that mentoring another teacher or being mentored had a 
significant impact on classroom instruction. Therefore, school administrators should 
ensure that time is provided for teachers to engage in job-embedded professional 
development during the school day. 
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Although it was hypothesized that current professional development practices 
are not aligned with practices that have been shown to impact classroom instruction 
and are not perceived by teachers as having a major impact on classroom instruction, 
data from the study only partially support these premises. A substantial number of 
teachers reported that the professional development activities in which they engaged 
during the past year had only some or no relevancy to the content that they teach and 
had only some or no impact on their classroom teaching, yet others perceived that 
most or all of the sessions were relevant to their classroom content and all or most of 
the professional development impacted classroom instruction. In fact, some of the 
middle-grades teachers _reported the poverty book study as one of the most beneficial 
sessions, and some indicated it as one of the least beneficial sessions. One possible 
indication would be that teachers' professional growth levels differ as well as the 
content and students that they teach, and perhaps professional development is 
frequently designed on a "one size fits all" basis. In addition, several study 
participants indicated that the content of some professional development sessions was 
repetitive. Perhaps teachers who indicated the poverty book study as one of the least 
beneficial sessions had previously read the book or attended a training session 
focused on the content of the book. 
A limitation of the study was the low number of teachers who were willing to 
participate in the interviews. However, the twelve teachers who were interviewed 
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were able to express more in-depth explanations as to why professional development 
sessions were identified as most or least beneficial. The majority of these teachers 
described the most beneficial sessions as the ones in which they gained knowledge, 
information, or strategies to use in their classrooms, which was just the opposite for 
least beneficial sessions. In addition, their suggestions for improvements in 
professional development included providing breakout sessions to target specific 
groups of teachers rather than whole-group sessions. 
Conclusions 
With the mixed findings from this study, the most important question is how 
much valuable time can schools afford to set aside for professional development that 
is irrelevant to classroom content, that does not impact classroom instruction, and/or 
that fails to provide teachers with information that will help them better meet the 
learning needs of students? The reality of school accountability forces administrators 
and teachers to find ways to help all students learn; yet, the data from this study 
indicate that the professional growth needs of some teachers are being neglected. 
While few would doubt the value of differentiation in the classroom, perhaps 
the value of differentiation in professional development is not fully realized. Too 
often, teachers engage in whole-group, one-time professional development sessions 
that neglect their specific growth needs and fail to have an impact in their classrooms. 
Perhaps by providing professional development opportunities at varying professional 
growth levels, in a variety of content areas, and by giving them choices in the types of 
professional development in which they engage, teachers' perceptions of their 
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professional growth experiences would become more positive. While there may be 
times that administrators feel that all teachers should participate in the same 
professional development, the poverty book study identified by some teachers as most 
beneficial and by others as least beneficial only serves to exemplify the differing 
professional growth needs of individual teachers. Just as schools strive to reach all 
students with effective instruction, they must strive to reach all teachers with 
research-based professional development practices that will help each teacher meet 
the learning needs of his or her students. 
One means to accomplish this is to develop a school improvement plan that 
includes a plan for professional development (Flowers, Mertens, & Mulhall, 2005). 
While a school improvement plan can be at the center of a school reform initiative, 
the main concerns for professional development include "assessing teachers' skill 
levels and interests, determining professional development needs, and creating a plan 
for providing teachers with the resources and skills they need to implement new 
programs and practices in their classrooms" (Flowers, Mertens, & Mulhall, 2005). 
Therefore, just as teachers assess the skill levels of their students to determine their 
learning needs, the same is an effective approach for determining the professional 
growth needs of teachers and designing professional development to meet those 
needs. 
Another important premise of this study is that professional development 
includes many different formats and methods of delivery. One professional 
development study of85 middle schools points out that " ... even a simple exchange of 
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lesson plans with colleagues can be very powerful sources of training" (Flowers, 
Mertens, & Mulhall, 2005, p. 2). Therefore, we must not narrowly focus on formal 
workshops and training sessions to meet the individual professional growth needs of 
teachers. Administrators who genuinely strive to improve student learning will find 
ways to provide teachers with opportunities for job-embedded professional 
development, such as teacher mentoring, informal study groups, and/or collaboration 
during the school day. 
Finally, the views of administrators and teachers regarding professional 
development may differ. The aforementioned study of 85 middle schools states, "The 
data also show a difference in viewpoints between teachers' assessments of their 
needs for additional training and administrators' opinions about training that teachers 
need most" (Flowers, Mertens, & Mulhall, 2005, p. 3). Obviously, teachers most 
likely have a narrower view of professional development dictated by their own 
classroom needs; while administrators most likely have a broader view of 
professional development dictated by their perceptions of school needs. 
Consequently, both groups need to have input and should strive to "build consensus 
regarding professional development needs, wants, and effectiveness" (Flowers, 
Mertens, & Mulhall, 2005, p. 3). 
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Appendix 
Professional Development Survey 
For the purposes of this survey, professional development will be defined as any formal or informal 
activity which contributes to the professional growth of teachers, including traditional workshops, in-
service trainings, and co,iferences as well as job-embedded professional development, such as teacher 
mentoring, book studies, and collaboration. Professional growth activities that teachers often engage 
in individually, such as reading a book or journal article, will not be included. 
1) Job assignment: LO Elementary 2. 0 Middle 3.0 High School 
2) Content area( s ): LO Social Studies 2.0 Math 3. D Science 4.0 Reading 
5.0 English/Language Arts 6. D Other (please identijj,) 
3) Years of experience: ____ _ 
4) Approximately how many professional development sessions have you participated in within 
the last year? ____ _ 
5) Please estimate and indicate below the number of professional development sessions that you 
attended during each time period. 
summer __ after school __ during the school day __ on PD days 
6) How relevant to the content that you teach were the PD sessions that you attended within the 
last year? 
LO 75% or more of the PD sessions were relevant to the content that I teach. 
2.0 Between 50% and 75% of the PD sessions were relevant to the content that I teach. 
3.0 Between 25% and 50% of the PD sessions were relevant to the content that I teach. 
4.0 Fewer than 25% of the PD sessions were relevant to the content that I teach. 
7) Please estimate the percentage of the PD sessions that you attended within the last year that 
impacted your classroom teaching? 
LO 75% or more of the PD sessions resulted in changes in my classroom teaching. 
2.0 Between 50% and 75% of the PD sessions resulted in changes in my classroom teaching. 
3.0 Between 25% and 50% of the PD sessions resulted in changes in my classroom teaching. 
4.0 Fewer than 25% of the PD sessions resulted in changes in my classroom teaching. 
8) Please estimate the level of input that you had in determining the types of PD in which you 
engaged during the past year. 
LO I had input into 75% or more of the types of PD in which I engaged. 
2.0 I had input into 50% to 75% of the types of PD in which I engaged. 
3.0 I had input into 25% to 50% of the types of PD in which I engaged. 
4.0 I had input into fewer than 25% of the types of PD in which I engaged. 
9) For each PD format listed in the table below, please estimate the number of sessions that you 
participated in and write it in the center column. Please indicate a number for each format 
although sessions formats may overlap. Circle the word in the last column that best describes 
the level of impact on classroom teaching. 
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Session Format Number Level oflmnact on Classroom Teachin!! 
Presenter with little or no active involvement from 
participants I.None 2.Some 3.Moderate 4.Sie:nificant 
One-time session with no follow-up sessions I.None 2.Some 3.Moderate 4.SiITTlificant 
Facilitator with active involvement from particinants I.None 2.Some 3.Moderate 4.Sirrnificant 
Initial session with follow-up sessions I.None 2.Some 3.Moderate 4.SionHicant 
Informal studv !!fOUP to research a topic I.None 2.Some 3.Moderate 4.Sfonificant 
Content area teacher academy I.None 2.Some 3.Moderate 4.Sionificant 
Mentoring another teacher I.None 2.Some 3.Moderate 4.SiITTlificant 
Being mentored by another teacher I.None 2.Some 3.Moderate 4.Sim,ificant 
Networking with teachers outside your school I.None 2.Some 3.Moderate 4.Sie:nificant 
Workshon conducted bv teachers at vour school I.None 2.Some 3.Moderate 4.Significant 
Workshop conducted by an outside consultant I.None 2.Some 3.Moderate 4.Sioniticant 
District, state, or national conference · I.None 2.Some 3.Moderate 4.Simificant 
Other (olease identify): ,• . ' ' I.None 2.Some 3.Moderate 4.Sim,ificant 
10) Please estimate the percentage of PD sessions that you engaged in within the past year that 
were aligned with school, distric~ and state goals. · 
I. 0 7 5% or more of the PD sessions were aligned with goals. 
2.0 Between 50% and 75% of the PD sessions were aligned with goals. 
3.0 Between 25% and 50% of the PD sessions were aligned with goals. 
4.0 Fewer than 25% of the PD sessions were aligned with goals. 
11) Please list the three most beneficial PD sessions that you attended within the past year and 
whether they were aligned with school, district, and state goals. Circle the word in the last 
column that best describes the level of impact on classroom teaching for each session that you 
listed. 
Aligned 
Most Beneficial PD Sessions with Goals? Level oflmpact on Classroom Teaching 
Yes No 
I.None 2. Some 3. Moderate 4.Significant 
I.None 2.Some 3.Moderate 4.Significant 
I.None 2.Some 3.Moderate 4.Sjgnificant 
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12) Please list the three least beneficial PD sessions that you attended within the past year and 
whether they were aligned with school, district, and state goals. Circle the word in the last 
column that best describes the level of impact on classroom teaching for each session that you 
listed. 
Aligned 
Least Beneficial PD Sessions with Goals? Level oflmpact on Classroom Teaching 
Yes No 
!.None 2. Some 3. Moderate 4.Si1mificant 
!.None 2.Some 3.Moderate 4.Sionificant 
!.None 2.Some 3.Moderate 4.Si=;ficant 
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